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The practical need for thé examination Df Native (Amefindlan) .
orthographies in an educational light has grown dramatlcally in the
last decade. Schools for Native children have begun to use Native
languages in various ways in their programs. Almost inevitably the
formal teaching of literaey skills in a Native language is involved.

For the largest group of Amerindians in the province of Ontario, the
Cree and the Ojibwa," two different types of orthography —- syllabic
and roman -- are availablefor school use. The purpose of: this
. sgudy is fo examine the psycholdhguistic implications of using one or
. -4 ' other of these types of oxthography in various kinds af Native language
/ ' pfcgrams for Cree children.

(’ . o TWG EEnSidératiDﬁs are relevant faf programs that involve
P Native lltEEaQY in any way, One is the relative learnability and
\ _ readability of the Native GtthDgfaphlEE~tn_bE;used The second’ is

the transfer of literacy skills to and from literacy in an official

. language (Engllsh or French), since literacy in an official language
ig always part of a Native school program. In some programs Native.
literacy precedes affchal language literacy and in others 4t is begun
after official language literacy is established. Therefore, the
‘Péﬁentlal for transfer of literacy skills in Either direction has to
bé cansidargd

Two types. DE evidence are used in this study. The first is
evidence which can be broadly referred to as psychological research,
By this we mean research.on cognitive functioning, psycholinguistic
research, linguistic theory®and theory of perception. Unfqrtunately -
for our present purposes; most of this kind of 1nfarmatlah consists of ’ o
studies involving only one language and one Drthggr§phy Comparisons . .
between radically different orthographies and betweén languages are
‘rare. -The second type @Eaav1deﬂ;e is research on the teachlng of EEading
in bilingual education ptﬂgrams,;n a number of antexts This evidence
is derived from a camparlscﬁ of thé- E;ndings af VathuS "evaluations of" . .
such programs. o : e : ‘ '
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The Pqpulatl@ﬂ and the Sch@cls ’ : —

—

. The papulatlgn for this study is slementary\sghaal chlfaféﬁ»;n o -
Ontario of Cree background. Among the Cree speaking population of the~—_ o
+ . .province, there are those who use a syllabiﬁ orthography to représent, - —_
—
their language and those who use a roman orthography. Many speakers. do ;
not write in their Native language. Cree has _many d;ale&ts ‘and-no"
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éngle ‘dislect is, gansidered standard or PEefEffEd as is the casd with
Evropean languages. " Although the Cree . are’ the populaﬁian considered
‘here, and Cree examples are used tht@ughnut, ‘the same characteristics
hold for 0jibwa and NDntﬂgﬂaib which are closely related 1anguages
in Canada. These languages share with Cree, the structural

features and DTthDgtﬂphlL problems Wthh are the. cﬁSEEfn of this Sﬁudy

f We have limited our considerations to the first six or seven years
. of formal schooling. It is during these years that the basic literacy
'skills are generally established. And it is for these grades that the
‘new or proposed Native language programs have been or are being, developed.
However, many of the points made here are felavﬁnt to older learners and
users of Native orthographies.

In recent yeqrs several approaches to the inclusion of the Native
lang ages in education for Native children have been ipitdated. There
are lLasically four types of Native language program which have been
established. The two most common atre programs which are 1nserced as-
separate entities, i.e. subjects of instruction, into otherwise standard
!pravincial school curricula. For children who come to school speaking

. only or mainly an of ficial language, there are Native language as a
second language programs. Tor children who come to school speaking only
or mainly a Native language, -there-are Native Ianguage aﬂrichmsnt and
Native language literacy programs. In botih these types of progranms, use
of the Native language .is highly restrictec. .In the literature, such a .
limited use of one of the lgnguages in‘education is not usually referred ,
to as 'billﬂgual education- However, for our purposes, the Examinatlaﬂ
of the teaching of reading, we will ‘consider bothi.of the above types of
program to be forms of bilingual education primarily because they share
many relevant problems. with other programs referred to as bilingusl

‘ ’eduaatlan in North Aﬂérlca ‘and elsewthe

. The other two types of Native language pragram are much mare rare.
They involve a change in the médiun of instruction. from the child's first
language. One is the vernacular transition type of program in which a
Native=s Peaklng child begins.his education in his mother tﬂngue Then:
gradually over a transition period- of usually three to-five years the

K Fchcoi language {s switched to the official. language. Such a. prmgram for
'literacy has been developed in Manitoba for a transition from Cree and

A‘Dgibwa to English. The fourth type of program is the immersion approach.

“‘The official language speaking child receives all initial schooling in
Ehe Native 13nguage and later receives part of his education in his mother
tongue. .At West Bay, Ontario, where many of the children do not know their -
traditional lahguage, 0jibwa, an immersion approach-is being- ‘tried, where

' - 0jibwa is the immersion language and instruction in English, the mo ther

tongue, is introduced later™Im’the school program.:

Thgiorthcg'%phiés

PR . There are many varieties Gf bcth syllablc and r Pam sys tems of

) Crée orthography in use at the present. We have chosen a version of
each 'that 1s described din the published 1i ture. In general, the
d;fferences anong ﬁhe varieties in use- are minor' enough that the present :

L . -
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discussion may be considered relevant to Cree raman'hnﬂfsyllabic orthography
varieties as a whole.

v o Syllabics P

‘Historically all the curreat syllabic orthographies for Canadian
Native languages derive from the syllabicfgfthgﬁfaphy for Cree developead
by a Methodist missionary, James Evans, in 1840, Although the original .
syllabary of Evans has undergone several relatively trivial changes over
time, the extant Cree syllabaries fully illustrate.the basic principles
which are used in all the gyllabic systems derived from Evans' original.

" Figure 1°shows the two main varfeties of syllabic orthographies with some
internal variations as well. ’ .

Eastern and Wastern Syllubarias
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The syllabic system is based on the principle that one orthographic
symbol represents the sound of an entire syllable which is comprised of
. one (or-no) conmsonant followed by a vowel. At first glance the syllabic
» system-is- strikingly different in appearance from the alphabetic ortho-
graphies we are familiar with. Each large geometic shape represents a
» consonant value and the particular rotation of the character indicates
* the vowel quality of the syllable. "There are four distinctive -vowel
qualities in Cree so that the four cardinal directions of the rotation
represent tlie vowel of the syllable, 1In addition to vowel quality, the ..
duration of a vowel is also distinctive in Cree, and a long vowel.can
be tEprSEﬁtEd in the syllabary by a (*) over the Syllable character.

In sddlticn to the ayllsble gigns, there are also symbols for, 51mple
vowvel and consonant sounds. Notice that the first row of Figure 1. shows
- syllable characters which do not have a consonant in the syllable and the
two right-most columns represeént only single consonant sounds, It 1; thus
possible’ to represent a sequenge of VCV with two symbols.

The neat chart of Figure L represents Eha system in what appegrs

to be a’ highly regular’and systematic way. Notice that the rotation of
syllable characters in the first three rows is:

-However the rotation pattern in’ the ather fDWS is not the ssme- Morepver
it is 'difficult to determine by the shape of the character the particular
direction of an orientation. That is, the particular part of the character
‘which is indicating the dlrectlan {s in mapny cases ambiguous. In the case

cof P (ki) and O (ni) this’ is’ e:pe:ially strlklng What emerges them is .
a dual system of ratat;gn .

S l\ A /’,E
_ 4 e .‘ Eﬁkﬂ
\ - \ -

The use of syllah;cs is w1d§spread over a large srea af .Canada .
" In general, the only appreciable body of syllabic materials which is .-
readily available is of a liturgical nature.  The amount of material
which is available for teaching reading to children is at present ﬁegllgible
1t should'be noted that for many Native panpla, syllablcs are regarded as
a tangible symbol of 'Indianness' and as Such have a s@cial Value

* Roman érthégrapﬁg

There are many versicns of roman arthagtaphy which have been used
for Cree. For the purposes of this study only. the "Proposed Standard
-Réoman Drthugraphy for Cree" presented by Ellis (1971) will be considered.

Thiz orthography has three intended purposes:. 1) to represent a clﬂge
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fit between the distinctive sounds and the letters used, (2) to.provide
the greatest availability and economy of type style and (3) to provide a
resemblance to the standard official language orthographies with a maximum
transfer value between Cree and English spelling. Figure 2 summarizes the
**  orthographic symbols of the standard roman orthography for Cree. '

o . STANDARD ROMAN ORTHOGRAPHY, FOR CREE

" .consonants: - p . t c k
s (8) h
m 0.

(D
(r)
' , . (d)

vowels: i,

o
Q
[l

The following éxgmple illustrates' the use of the roman and Eastern
—~"gyllabic systems for Cree: ' : - :

Torantohk pitamg e—wz-itohteyzﬁ; eko maka mina Mgliyghk

qu;b AL V*éﬁj_ui?:%’ b Fo bt -

. Toronto, first I want to go there; .and then to Montreal.

' The Official Languages

) " Some chara:teristics of the'afthagraphiés of the official .languages,

. > English and French, are important in the discussion of tramsfer of literacy
skills. These aspects will be described as they are relevant to the ‘
arguments. EDf-b§ﬁknguﬁd information here it is only necessary to point

~out that, relative to any orthography for an Amerindian language, the
orthographies of English and French -are highly standardized and that the

* standard, forms are widely accepted.socially and for educational use.

LEARNABILITY & READABILITY OF PHONEMIC VS. MORPHOPHONEMIC ORTHOGRAPHIES
John Downing. (1973:,202-3) points out that:

e linguists and others faced with the task of
‘creating a new ‘orthography for a previously unwritten .
e, o language, or would-be spelling reformers, fdce a
A - ‘series of difficult choices., 'But . . . perhaps the
o - _most serious dilemma is the choice between (1) fac-.
o . .. ““ilitating rapid and effective reading in the literate

e .
SF S IR
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. adult and (2) promoting cognitive clarity in the o
learning—to-read process of beginners., Most
English spelling reformers, for example, have
, concerned themselves with .the latter and given
a " 1ittle or.mo thought to the former. 1In contrast,
some academic linguists have rejected reform
o because of concern for the former, and dismissed
. . rather lightly the psychological needs ‘of the latter,
ﬁ A The final practical outcome in literacy- development
is dinfluenced both by the learning~to-~read process.
and the reading process; .. The choice depends in the
flnal analysis .on Qﬂltural and ‘social priorities.

Beglﬂﬁlﬂg Readers

, The learning~to-read process is the prcESS by whinh the learner
cracks the code of the written language. ‘He must first of all find the
system that links the written sumbols to the oral langudge that he knows.
This process is diffdicult or impossible if it ‘involves concepts oOr :

A relaglanshlps which he does not understand. For Example, if the learner
does not understand the concept of 'word' and the written language -
divides sequences of symbals into words, then the learner may be :anused
(Downting 1973: 78-80). " Or if the learner analyses oral speech inta
different units from the units represented by the graphemes of the'
ﬂfthcgraphy, then confusion may also result. (Gibson and Levin 1975: _
119~123). If the rules that relate the graphemes to words and sﬁructufes
in* the language' vary according-to a classification of words and structures
of which the learner is not aware, he will have difficulties (Gillooly
1973: ‘178). 1t must be kept in mind that most of those learning to read
are children whose language development is not yet complete and-*whose

_ concepts about th31f language are probably different froém those of adult
speakers. Also one's awareness of language structure is largely covert,
even for an adult, and particular ralatlanships between the language and
the érthagfaphy may mot be part ol an. lﬂleldual 5 CDﬂSElDUS knawledge

} Thraughaut most of- thlS century, llngulsts and reading experts
* have assumed that the ideal orthography is oné in which there is a one-~
totone correspondence between all -the phonemes of the language and the
graphemes of the orthography. The learner wpuld then have only to learn
the. cancept of phoneme and relate each phoneme to one grapheme. It appears .
that such a-systém is easier to learn than o®her alphabetically based :

‘systems; For example, it is feparted that the Initial Teaching. Alphabet
(i.t.a.), an alphabet d251gned for English, but with a nearly perfect
one~tg-one correspondence between. graphemes . and phcnemes, i5 easler to-
learn to read than traditioral English arthagraphy (Warburton ‘and Southgate
1969). Both English and French have a maﬁyatcwmany sound to symbol

}relationshlp That is, a particular sOund may have ﬂifferent spellings,
and one letter or sequence of letters may stand for more than one sound,’
or perhaps no sound at all (see Schane.1968: 16) - Children whose first
language is English ~or French have difficulty at ‘the initial stages of
learning to read these languages, partly because it is hard for them to
camprahend the ﬂampléx nature of the. gound to symb@l relationships.

Studies cmmpafing Amerlcan chlldeﬂ learning to read Eﬂglish w1th

®
bar o,




‘and Southgate state: 7 . o .
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' German children learning to ‘read German (tﬁe German wtiéiﬁg system has

more regular phoneme-grapheme. correspondences than English), show that
Cerman’ children are superior to American children in word recognition
at the end of the first two grades (Preston 1953; Sdmuels 1969). It

-appears that the phonemic unit is fairly easy for children (and other

beginning learners). to learn to manipulate, and that a one-to-one
relationship between phonemes and graphemes is clear and easy for them.
to operate on. ’ : o

Intermediate Readers

Does this initial advantage in learning to, read give the leayrfers
a continuing advantage in reading over learners who are using an ortho-=
graphy dependent on more complex language concepts and language-grapheme
relatipnships? The answer seems to be an unqualified "no". Warburton

=

The evidence suggests that, for most children
 in-most schools, the use of i.t.a. as an
initial teaching alphabet would considerably
Taise the children's standard of reading and
their rate of scholastic progress, although
it seems likely that .this advantage would be
iost ‘after transition (to traditional English
orthography). . s ' ,
: : (Warburton and Southgate 1969: 276)

" Gillooly (1973:183) reports that the initial advantage of the .
German children over the American children is. lost in later grades. He
summarizes research which indicates that (1) American children are
superior to German children in reading speed at the fourth and sixth
grade levels, (2) that the -incidence of reading disabilities is roughly . .

equivalent in the two counties, .and (B)VEhét:thE American children are

either equal or slightlysuperior to .the German children in reading

" comprehension. These data, then, indicate that a one-to-one relationship

of phonemes to graphemes does not result in in advantage for reading beyond
the initial stage of learning to read, ' ' ’

What gives the readers of traditional English’cfthogréphy an equal

‘opportunity to, or even an advantage over, the readers of simpler writing

systems after the initial stages of learning to read? Many researchers’

in the field of learning to read now believe that the answer lies in the
demonstrable fact that traditional English orthography does not always
represent the 'sound' level of English, but often a more abstract level
of the language,. often referred to as morphophonemic (Gillooly:1973;
Smith 1975; Venezky 1967), 'At this morphophonemic level, some of the
phonological rules of the language are by-passed so that information
about the meaning of words can be more directly revealed. For example,
we spell 'relative' and 'relationdl’ so that the root of the words, the

' first five letters, are the same. The root parts of these words are.
~ pronounced rather differently: '

Jréldcrv. ] 7o | relative

sl

[f?légéﬁéij

relational L
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. but~these differences in pronunciation are emtirely predictable
according to phonological rules that every speaker.of English sub-
‘consclously knows. Also we spell differently many common words that:
sound the same. In this way it is easier to grasp the meaning when the
eontext is unalear. Pﬂf exampla : o ;

_ they're green shoes

their green shoes [
there are green sh oe

It may also be. tfue that, even.at the initial stages of learning to
read, by—-passing some phonological rules in a writing system might be- an
advantage”to the learning process. Some interesting information has bean
brought forward by Charles Read. He analysed -the writing of preschgal
children who had learned the names of -the lettersof the English alphabet
and who had sporitaneously begun to write without formal instruction in
‘English spelling. Regularities in the children's writing led Read to
conclude that the children ﬂnalyqed the articulatory features of English
and suited their spelling to ‘this analysis. Read (1975: 344) concludes:

A child may' come to school with an unconscious
notion of phonological categories; in terms of .a
. hierarchy of articulatory features’ that define. for
b " him an ordering of more and less significant phonetic
variation.  In his first encounter with standard
N : spelling, he may seek some systematic relationship
to this analysis, rather than to unanalysed phonemes: "
If so, the difference between these systems defines.
an important part of literacy instruction. Thus,
- examining children's phonological Judgements may
s . have practical gignificance.

Read's study suggests that the 'Unanalysed-phoneme', so highly
regarded by many (adult) experts in the fields of language and reading,
is not as important- to these thlldren as the rules which govern the
. arrangements of phonetic features in combination, Thus, further research
", in this area might reveal that children who are beginning to read prefer
a system that clearly reveals the phonological rules of. the language, gust
as their older fellows at the intermediate stages of reading seem to prefer
mgrphaphanemlz clarity. If this were the case, ther it would. appear that-
the rules, not the units as adults now generally define Ehem, are  the most
psychalcglaally real to Ehe children: .

Mature Reaﬂers

. What attflbutes of a wrltlng System Eacllltate the rapid: effective
reading of the literate adult? Mature readérs certainly do not puzzle
out eacly word by sound as_they fead ~— going from letter to letter. It
seems that mathe readers do not even 'read' every word, but sample the

© text here and there to confirm or deny their hypothéses about the meaning
~of the passage (Smith, 1971) .Getting the meaning is the essential part
of feadlng aﬁd tthE is some. EVldEﬂCE to; suggeat that matura readers almast

S
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_completely by-pass tHe~phonological level of the language as they read
(smith and Holmes; 1971).- This would mean that an orthography ‘that more
clearly reveals morphological features of the language should be more .
efficient“for mature readers than a purely phoneme-based system.

In his review of studies on reading.efficiency in mature readers,
Gillooly concludes that this is not the, case. He quotes studies on. the
eye movements of mature readers of many différent types of .orthography’

- which conclude that ". . . the general nature of the reading act ‘is’

" essentially the, same among all mature readers" (1973: 185). .He also
cites a Chinese~English comparison of reading speed which revealed no
significant difference in the content covered per unit of time. .Opn this

. basis Gillooly concludes: S

. ' that while writing system characteristics
affect the early and intermediate stages of
learning to read, they do not influence the
reading process once the skill is attaiped. -~
" ' - (Gillooly, 1973: 186)

"To sum up the previous discussion,’ then, there rppear to be three
~ Stages in the learning to read and reading process. ‘At 'the initial stage
" the learner attends to the relatiomship between the phonology of the

o language and.the- orthography.. It seems that either regularity of corrées-

' pondence of sound.to grapheme, or the use of psychologically appropriate
phonologi¢al .units on which to base the graphemes, or both, would provide
for maximum learnability at this stage. B After a few years of literacy
training, the learner seems to be aided by the presence fu the writing
system of devices which indicate some of the morphophonemic rules of the '
language, even if these devices hide some phonological information. Once

- they Have“péssed‘thtéugh these two learning stages, however, literate adults
- seem to be unaffected by the characteristics of the writing system. " The
data ‘on which these conclusions concerning learning to read were based,
were obtained from studies of children—who-beégan their literacy training
at about agk 6. The relevance to' literacy training of adults or older .
- ° children is not.certain. ' : . L

=

Learning Stages and the Cree Orthographies

: Both the roman and syllabic systems would seem.to be-well suited
to the needs.of the literacy learner at the initial stage of learning
to read since they are phonologicdally based and they have regular corres-
pondence between the graphemes and the phonemes. . The evidence brought
' forward by Read suggests that the 'unanalysed phéheme' might not be theé
ideal orthographic unit for initial learners. He recommends -that researchers
be aware of the fact that young children may focus on certain articulatory
features that blutr phonemic distinctions. We feel that the same approach
should be taken with Cree. Phonemically based orthographies have been
successfully used- with learners of many different language backgrounds.
And we have no évidence that Cree learners would amnalyse their phénology
" into other than phonemic units. But we feel that it would: be ugeful if
Cree literacy teachers of young children were aware of the fact that their
‘pupils may encounter some difficulties: . ' E

S,
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Qﬁ the basis of the faregolmg discussion, it would appear that Cree
learners who use either the syllabic or the roman orthography are 1ikely
te benefit from the tendency of phanamlzally based orthographies to

‘facilitate learning at the beginning stages of learning to read more

than- morphophonemically based orthographies. They would probably be in
the same position as German readers at the intermediate learning stage.
That is, they would not do as-well in reading speed as learners who
were using an orthography which revealed some of the morphophonemic
aspects of the language. And at the final stages of the acquisition
of reading skills, mature readers of Cree ptobably neither benefit nor
suffer from the characteristics 80 far considered GF the Drthcgraphies

Sy;lagi nd Alphabetlc Drthogfaphles s

ngch@légisal Réggigg_af Sound Units’

‘As lentEd out above, the task of learning to. read is made difficult
or impossible if there is a mismatch between  the 1anguagé units on which
the otthography is based and the learner's concepts about the language.
The best supporting evidence in favour of the learnability of any orthog-

'raphy, then, would be that the language units on which it was based ‘had -

more psychalcglcal reality.than any other units. In a review of literatu
on experiments relating to the psychological reality of syllables. and ,
phonemes,. Gibson and Levin (1975) féund no conclusive data in fayour of -

“either type of unit for adult subjects. However, they Teport on a number
. of "experiments with young children in which the children were asked'to

identify or manipulate phancmes and syllabled. . In general, thé children
were able to deal successfully with syllables, lang before phonemes.
Gibson and Levin (1975 92), taking into cansideratinn these expérlments
on thh children and adults, conclude that .

b These Eindlngs do not mean - that syllables or even
" phonemes may not be Efflcleﬂt perceptual -units, T,
but .that one llﬁgu;stlc level is nmot iptrinsically
more real than andther ... it is difficult for
young thldfén to segment, that is, pay atten¥ion
. to phOﬁemes, but -they can with training attend to
Junits at that level. Similarly, syllables appear
to be more available than phonemes under certain
task requirements. ’ ' :
: [}

‘For the purposes of orthography- develcpmént or selection, an.

' important consideration would therefore be the age at which literacy ‘
training is begun. If literacy is to be introduced -to very young learners,

then the use of a syllablc system would be .valuable. "It would by-pass the
problem of having to teach the children to attend to phonemes. But for

. 1§a;negs=after the age of eight or 30, the pfablem dues not seem to be
« acute (see also Downing 1973: 200). : : :

-y

Evidénéé"ffaﬁsathér Syllabic Sgstems.
' Withﬂut draw;ng exact :ampaflscns to alphabetic literacy acquisition, -
there are reports which'attest to the ease with which syllabic systems :

¢

b
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are learned. Gelb (1963: 203) mentions d variety of ratlier obficure
gourres. The most likely source for information on syllabie literacy

is material on modern Japanese. In Japanese writing, ‘two syllabaries,

each containing 48 characters, are used. Unfortunately for our present
purposes, however, these gyllabic characters are combined with, logographic
characters in normal writing. “Theréfore it is.hard to separate the, effects
oY the .problems of reading 1agcgraph5’frém those of reading the syllabaries.
Makitd and Sakamoto (in Downing, 1973: 446-60) say that almost all Japanese
children can 'read hiragana, the most commonly used syllabary, before they
are of school age. They also report that "more than 99% of people in

- +Japan are literate, the major exception being the mentally retarded." Makita

conducted a survey which indicated that less than one per cent of Japanese
children have reading disabilities, but since reading in this case included
the reading of logographs as well as the syllabary, it is hard to judge
the ' role.of the syllabic systém. in this remarkable statistic. Sakamoto .
and Makita offer as, part of their explanation for the low Japanese rate

of reading disability that:.

., Kana (the syllabaries ) . . . are phonetic signs that’
,usually consist of a consonant and a vowel, represented
"in a single letter and carrying po meaning per se.
Kana, then, are more cofmparable to the Roman alphabet.
The difference, however, lles in Kana.heing represen-—:
. tations of syllable sounds that are consistently read in

' the same way. The Roman alphabet represents unitary
phonemes, and the ways they are read in a language
such as English vary according to their combinations.,

. In other words, whereas each syllable sound is repre-

- *  sented by a specific corresponding Kima in Japanese,
as -is each phoneme in the i1.t.a. medium for English,
this is not the case ‘in the traditional use of the
Roman alphabet in English. Thus either stable”or .

uns;ahle script-phonetic relationships are caused,

. Although there is no difference between Kana and the
conventional use of the Roman alphabet in English,
jnasmuch as the comprehension of a spelled word is
not to'‘be expected unless the reading of each individual
Jetter is completed, the multiple variability of the.
reading D§ an alphabetical letter in languages such as
.English 1% more confusing and misleading. ‘

L

Learning Letter Names and Pronoincing Sound Units
: , : R ' .
Turning to research on alphabétic systems, we find a number ef aspects
which have potential relevance to.the syllabic-alphabetic comparison.
Downing (1973% 209-12) and Gibson (1975: 295) cite considerable résearch -
which indicates that learning the names of the letters, in English and
Russian does not help~a child to learn to read. Letter names in English
give little useful information about the sound which the letter might
represent in a piece of English text (particularly 'H', 'W' and 'Y").

- S§yllables, on the-other hand, ‘are prénounceable by themselves. -In learning

to recognize.and write the characters .of a syllabic;gysﬁém,=;hen, the
need is eliminated to learr letter names other than the sound which 'the
syllable grapheme would represent in writing. :

il
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Gihéan C1975‘ 291) d1s¢usslﬂg 11teracy tralnjng in Eﬂgllsh fmr SmaLi
" children, points out that phonemic discrimination should be taught by . :
. having children listen to 'units no smallef thay a SYllEble She cites
a szudy whlch demans,rates that:

: .. “ %o phanémlc invariance can not be egtraated ,
from a smaller speech sample than a syllable.
Aaking children to do so is not omnly artificial
(and absurd .to thEm), it is Jmpassible. "o

This pafticular pedagogical prablem is miﬂlmized in the. tEacblng of syljablc
reading and writing. : :

- Number of Graphemes | b R | ' S

"The number .of graphenmes that must bé nemorized is inevitably lafgef
for a .syllabic writing system than for a phomemic one. There are always
more possible syllables in'a natural language. than-there are phonemes . ]
But the task of identifying graphemes seems minor beside' the other learming
tasks involved in learning to read. DMost alphabetic'systems. have a.variety.
of alternaﬁlve forms (upper and .lower -case, cursive and printed, etc. )y
and some, such as Hindi, have alternative forms of some graphemes to

indicate mePhDPh@ﬂémlc infafmstlﬂn such as position in the word. Syllabli;i

systems generally.do not have these types. of variation. Also, syllabic
- gystems can CGhtalﬂjdlaCfltlc devzaes .to 5ystematlcally reduce the number

,Df graphemes con51derably. C .

. of caursa syllabdic sys*ems can anly be used Eot languages which )
. .- have a felaﬁively ‘restricted inventory of syllable ‘shapes. The syllable .
. structure of Cree is fairly simple. This makes the use-of a large number

N of symbols: unnEQESsary The syllabic orthography uses:61 characters and
" two diacritics, ahd,the roman orthography- uses only about 17 characters
" and one . diacritic nt vowél length. At first glance this differencé in

‘the number of symbols to be learned seems to be quite sighificant. 7

Evaluating the importance of the number of ; ‘aphemes to be learried .
reading Chlﬂé§e 4as ccmpared with English Dawning (l9?3 196) ques tions
hawever.. : :

. . whether the sheer number of characters to: be

s . " . memorized is in itself such a significant cause of
S .. difficulty in learning to read and write as has' |
Y ; : baen commonly suppaged . .
@ i : - : y . L .

: Gertainly if Ehe nuﬁmef of graphemes. in a lagagraphlc system is not a

‘major factor.in reading difftculty then in choosing between syllabic
and roman orthography for use with Native laﬂguages, ‘differences in the
number of charaeters should prabably not be a caﬂsiaeratlﬂn of any priatityi

e - =

e REVEISaJE Qf order in Grapheme Segueﬂses ‘7

Aﬁather prablem discussed by Downing (1973:/207) is confusion k
over the Qfdef of Ieading or writing the letters nf a woid by laarners -

5o
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aﬁ_English 1iteracy. = He points out that "mixed order of\gyllables

is not reported as a problem in children's learning of the Japanese
syllabary script.” He does not, however, mention any other qQrthographies’
in this regard. If a .child were learning a .more phonemically based L
orthography than English, it is reasonable that he would not be as Likely
to 'skip along the letters of the word or gven om to later woxrds o get -
essential decoding information. - Intuitively, it seems-that a syllabic -

system would minimize suth sequence reversals relative to a. phongne
. 1

" based system.
. Vﬁsﬁal Iength and Complexity sf'Wﬁfdg ' _ - " . O

‘ The use of a syllabic writing system for any par;iculatglaﬂguagég‘

o wotlld produce visually shorter words than that of a phoneme based system,
° . provided that both systems were equally regularly related to the phenology

' of the language. There is little experimental evidente which yould show

' that visual word length affects reading inm any particular way. GCough
(1972) describes two experiments which indicate; in effect, that it takes .
longer to-read English words that have more lefters in them, But then, it
probably takes longer to process a spoken- word if it has more sounds in it,
Gibson and Levin (1975:°198) point out that: ' ‘ -

length of word has sometimes been considered an
important variable for recognition, but length is
. ) apt,to be confounded with frequency and thus is
“ - v nof necesgarily a uniquely graphic feature. -
- ' A 0Ty Lok _
ALl 1§nggaggsghavé longer and.shorter words, and it might be possible -
to prove, if frequency of usage were controlled for, that-shorter words .
are recognized faster than long onés. within:certain ranges of length.
The. valyé that might accrue from~“the use of a syllabic system in order
to vispélly shorten words would .obviously be relative to the normal length
_ of wofds in-that language, Algonguian languages with their long verb ‘
: % forms might Fall into thig category. There is no reason that other ..
boudndaries than word boundaries “(some morpheme boundaries, for example)
r - : ) s s . . : _ - H i )
; chbuld not be marked in'order to visually break up written words into more
o f“maﬂagea’ble segments, _ L R :
C e . 8 - , . B X

o b . T i

‘- Lf the visual complexity of the individual graphemes "for each system
were comtrolled forx a’word written in a syllabic -system would be :
visually less complex fhan one writtem in a phoneme based system. Would

' this reduction in compléxity be an advantage or.a disadvantage? - Catell (see
Gibson and Levin 1975% 195) demonstrated that adults typically read in - Ta
* units of words. FEach written word, them, must provide the reader vith
enough information to indicate its distinctiveness”but. at the same time
be ‘simple enoflgh to be readily. identifiable. For any type of writinmg:
-gystem for any language it seems there is probably a ‘middle range of
.. readable conformation of words. B '

C@az&cteﬁiétigg of Individual Gragﬁemes_§h§ éﬂméléxiﬁg

The question of the visual effectiveness.of phonemic and syllabic-. .-
systems also depends to some extent on the form of the individual :
graphemes. The discussion of length and complexity of words. in-the
previous section is particularly related to this. Research into the

) - recognition of logographs reported by Downing (1973: 203) dndicates .
Q B that a minimun level of complexity must be maintained for easy processing-

e
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He quatas a study By Kawai which showed that 'rormal adults read mare
) complex Ranji CLhiﬁEEE characters)—more easily than less complex Kanji
% with frequency of usage controlied." He,also cites Liong and his Ejnding
/o that the optimal. numbat of strokes in a ChlﬂESE character is eleven’ ot
twvelve plus or mifus four. 1t is difficult torrelate studiesof lagce
:gfaphs to prbhlems pertaining to phanulagical;y baged systems. Are 1dgc-
graphs roughly equivalent. to words in our terms, or SYIIEBlES;,ﬂtSiﬁdfﬁiﬂggi
.. letters? For the purposes of th® present study, - the ‘quéstion of the role of
L wisual Eﬂmpleilty must be-held in abeyance until empirical reésearch.can be
' done to determine optimal ranges and to compare the two arthagraphles in
relation to such ranges. It ig relevant to Cr&aorﬁhggfaphia questions
. to determine whether the complexity of.an individual grapheme or the
" complexity of words or larger units is Ehe most ecritical in the pfacesslng
of written Cree texts, _ : . ..

Qrisntati@h'ReveIggls of GzapﬁémEE

A gaad deal has been written about the prablems of teaching Ehlldreﬁ
to discriminate between various roman letters. The maln prDblems seem
~ to be in the oriéntation reversalof letters such as 'p' for-'q', 'b' for
'd*,and"N' féf '2', and in the reversal of sequences of letters such as
Tsaw'-for 'was' CGlbsan, '1975: 294-5: Downing, 1973: 203).. Shankweiler
and ' Liberman (1972) tested children whm had reading pr@blems in Engllsh
'and ncfmal yﬂuﬂg :readers, and ¢oncluded: | - : , ;
Thaugh in the poor readers we have studied, reversals
are appgraﬁtly not of great importance, it may ‘be
¢ " that they loom larger in importance in certain
™ ¢hildreén with pafticularly severe and _persisting
feading dlEabLliElESs- ol

'TEEE also report that:

. -+ Among the pcaf th;rdégrade résdezs, sequence

reversals (reversals among several letters)  and
orientation reversals (of a single letter) were
found to be whelly ur.correlated with each other.

The p:ublem Df reversals and of making Elne distinctions such as the
-difference between 'P' and 'R’ do mot seem to be severe, and children can

* be trained.to overcome ghesa dlfficultles (Gibson' and Levinr 1975- 239 245 )

All thlE reseafch was d@ne cn children learﬂing to. read Engligh It

shoyld be noted that awong the graphepes of English there are vary few, that

"+ are horizontal of vertical crlentatlan feversals of each other.: In the -
Cree 1moman alphabet there is no _letter 'q' or letter 'b', so two Further

- possibildties” for reversal are eliminated. However, in the case of the
Cree syllabary alternation of orientation is fundamental ‘to the artbcgraphic
systen. It would seen entirely pdssible that the problem of dnversdions and
xarlenlatlan reversais would be much mor ‘severe 'in 1earning the Syliabary
thsn Ln learﬂing the ‘roman ntthagraphy-
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1
] Transpezent Identltg of Sounds Thraugh Shapes -

In. mngt phcnclcglcally based Wfltlﬁg -systems, .the choice of the :
shape of graphemes is completely arbitrary. - There is nothing about the
particular shape of most’ gra 'Eﬂésﬂwhégh_lﬂﬂlnatagwanythlng _about- the
—relaticnehips. batween ‘categories of the sound unlts rviresented, Fox .
example, there is nothing about "A' as opposed %O 'B' which indicates that
one is a vowel and the other is a consonant. And there is nothing about
the Japanese- éyllable character 'iT ! (ka) whlch indicates that.it begins
with the same‘consonant as rE T

(ki) or has the same syllable as E !
- The Cree: roman system pfes&ﬁtq little exception to this. WVe. can see ‘that
?a' (short. a) is related to 'a'(long a) ‘On’ the other hand,

(ma) «

the Cree

syllabic system shows a number of phonological correspondences. 'One ;i L
shape is used for all syllabléa beginning with a particular consonant. . e
The orientation of that shape. indicates the ‘syllable nucleus that is to " -
to be used. Also long vowels are identified with their "short countarpﬁﬁgge_ség
because they are marked in the system, by u51ng the short vowel. syllabla : :
tﬂgether with a diacritic. .

Therefore, it could be ‘argued that the Cree syllabafy dces not - -_i&'
require the memcflzat;aﬂ of a large set-of 1ndependent charsctets, but ‘
. that the orientation of the characters gives a ‘clue to the phénological’
‘However, in viéw of sthe somewhat. arbitrary criteria -
for determining the baSIE @flentstian, referred to in the description of -
" the s¥llabic system, and the thén;ld] difficulty of discriminating :

'Grleﬁtatlcn, as discussed above. in-the prableméﬁf reversals and inversions, '

"the advantage of- the tlanéparent phonological relationships between' Cree

o syllablc chafacters féléthE to fgman chatacters may be campramlsed ,7;;5_?%%f

—~— ‘7C§nclu51@n% on Raad;nngfflalentg TR e _%'; . ; _-'amké%

téasgﬁ to recommend the use of dne
that any chamges'should be made in

- The evidence we have been sble to gather for this section on readlﬂg -

efficiency hds generally of fered only ‘indirect answers .to our questions. L

- We were able to find very little material comparing the effects of different

types of arthagtaphles on reading and learning to read, and we found virtually

no direct comparisons relevant to the comparison of syllabic as appﬁsad to

phoneme based orthographies.:, However, the findings lead us to-the conclusion

that, there.is probably mo real difference between the léafnabllity of the =«

Cree roman and Cree syllabic ﬂrthagraphles because they are equally gfﬂunded

in the phcnﬂlaéy of the language. GOur comparisons of more specific aspects?

of syllabic and roman thhagriphles have had less definite regulcs. Fot

none of the aspects considered did we find that there was concrete evidence

of the superjority of the syllabdp or roman orthographies. -We find no.
orthography rather than. the’ ether or

the existing thhégraphies ' _

The value.'of. the sbawe discussion is twofold: (1) it suggests;'
several.areas in which experimental research would he useful and (2) it:
gives some dndication of potential problem areas for -the teachlng of
reading. and writing in either orthagraphy -Three aspects emerged as
deserving of further attention, * The first is that it may, be easier’ for.
very young children to maﬂlpuldté syllables than .phonemes, because -syllables
are pronounceable by théﬂ%élves and therefore are easiel: £o talk about

~
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in: class, and because there is no need to learn names for the

second is that words written in syllabics
i tran—those-written 40 the roman scripg.
this point ‘and its value for improving the. petception of written words is
undetermined. The third aspect is that of the problem of reversals.
There is' reason to believe that, while sequencé’reversals of syllabic
graphemes may be less frequent .than those of roman graphemes, reversals of™
orientation of individual graphemes may cause a much more serious problem
for learners of syllabics than for learners of the roman system.

no_ne 1 ngaphemés_vi
other than thelr actual phonological value ifithe writing system. The

may be shorter and less.complex
This is merely speculation at

R

It 48 = -

" hoped that fgfthgr'study will be made to ‘discover Ehe=aﬁtu3% effect: of
these aspects of the orthographies en those acquiring literacy in’Cree.
And 1if Cree literacy teachers were made aware of the potential problems,

they might be able to avoid difficultiés in the classroom. .

limited functional.role in Native society.
- literacy being introduced at’all? . A compl
r.be very complex and no doubt gifferent for each program and’ for each school. . "~

. TRANSFER OF LITERACY SKILLS

At present literacy .im an Algonquian language 'appears to have a S A

Then.why is Native language
dtre answer to this question would = M=

. Nonetheless. there are several arguments which. are commonly put forth dm _ __  ~

from one language to another.
-extent and nature of the tranfer of ski

- warious types of programs- that exist.» This is not te discount the effect
v ‘of social-psychological. factors, which. are no doubt extremely important, S
' but which fall outside the scope .of this study. . E

-

o - and maintenance of the traditional cul
~ 5 sense of Natdve identiry admongst Native child
maintenance Qf the Native language. A further:
school performance of+Native children'w
.of the Native langua
_programs.

7

fure, ‘the dévelopment of a strong
r&h; and. the promotion and
7 rgument, that general _
111 bé inproved’as a conSequence
ge program, is consistently raised in support of these

support of ‘Native literacy programs. - These afguments include the promotion ° -

" 1d the -case of the development of reading skills, this claim fox

* .'improved school achievement has at least. two -distinct aspects.

" school achievement in readingimay.result first from the social-psychiological ~
factorsireferred to above, -and second from the transfer.of reading skilils

Improved. »

In this section, our aim is .to cousider the
11s that may be anticipated in the

© The discussion of tfansféﬁfﬁf'litefacy>sgillg will be organized into.

~ the students’ first-language of reading:

- literacy first

= Nativé‘languagé'!

-y

' literacy first

*

et x i
Native language
. dominant .

four types of situations hased on the students’ first spoken language 'and

Offiecial
dominant

languagajias

A B
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2iz%hiﬁqi> Tha Tgpe A Sltuatlon

=t

qtéiiaA reprESEﬂPs the’ sltuatlan which is gammaﬂ in nﬂﬁtherﬁ Dntarla,
where official™ ‘fanguage literacy is taught in the primary grades to children
who speak only‘or maiﬁi?iﬂmﬂgz;ve language. In some schools these students
. mgyirgc21vefigsgructlcn in Engf‘gh%ﬁ;g?ch as a second language before, or
= : at the same time as, llteracv in’ this Iaﬂgua e is introduced. In-many of
" these schodls, literacy in the child's first language, the Native language,
is 1ngraduced around grade fodr, Wlth reference to the fssue of transfer
in thls 51tuatlcn, then, the question centres on the felgtlﬂﬁshlp of
learning to read din the Native 1anguage after first 1earning to rez d ln T
an nfflclallaﬁguage. Hﬁuﬂﬁsfafd 1.1!‘511:«35 that 1 - — :

- \QECDEd%lanﬂuaga learning is ‘not the. sane. as flrst— .
. language learning. In:learning to speak.a setond . e
lanpguage we are not acquiring articulacy over again B :
. but extending our existing articulzey. Asg literates
.. +in our first language of literacy we ‘are not, in
leatning to read a secbnd language, agqulrlng llteracy
S L , over again, but extending our existing.literacy . . ..
;o e 'Ilzeracy is aEqu1fEd once~for-all, like Linguaey- 1t53lf._
SRR ST A e 7 (qucted from DDWﬁlng, 1973 71)

If this is in fact.the case, ﬁhen what -literacy skllls do chlldreﬁ
—— _type A situation have from their initial 11teracy experience "
R “Whlch may be Of corsequence.in. develgplng llteracy in “another 1aﬂguage?
o ' They would have developed the ess itial copcept that lariguage can be’
_represenﬁed By, zwaedim2ﬁ51,n31 marks.» Furthermore,- they prﬂbably know
 how. to name, discriminate and write theé. graphemes of Ehe offical
_gllaﬂguage thay have. learned, as well as recognize that" certain graphemes
"»"or- combinadtions of graphemes can be counted pn fo represent particular
. ssﬂunds e1ther in m@%t words DT at 1east in some kinds of. wards,
« - If these studerits are’to baglﬂ NSElVE language thgfngy u51ﬂg the S
. syllabic system; then-they will have to leatn a4 new set of graphemes. i
L+ 7 It will rot be novel o them that these graphemes have names, and it may
be helpful to them that in the case of syllabies, the names of: the graphemes
are the same' as the solinds fepfe%ented by the gfapbemeg. . However, the " .
child will have to learnm t& focus on the systemalic relationship between
thée ghape of the grapheme and .the consonant sound represented, and the
C N orientation of the grapheme and the}y@wel sound. The dlffi&ulty of such .
s -, a task,’ EDmlng after a Toman sygteﬂ“has Been 1egrned "is uncertalﬁ.

) In EddlELGﬂ, the childfen will have 1earneﬂ ‘ta lelda Engllsh/ﬁrpnch Coa
if:;*_%;‘—’ﬁpEEch into segmental. phonologicdl units: that is, individual. consgnants
© . and. vowels, as well as segnenting sentences into words, .In the syllabic
“gystem they will have to focus on 'syllable-sized units, Rot individual
~ 'vowels and consonants. ‘Nonetheless, the ccnceptuallzstlaﬂ of these .
“individual sounds will be useful in the féccgﬂitlgn and use of the syllable*
* final consonant symbols of the syllabic writing system. In the official~
languages, words tend ‘to ‘be relatively short and dlsc:eté items. In
the Algonquian languages, however, words tend to be very mich 1Dﬂgef with
considerably more internal acmplexity than is the case in English/French,

i
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Individual wutds in‘thé Algaﬂqulan languages therefare fequira that
far more attention be-paid to:the ifternal structure of words than=
is the case fgf recagnizing wardﬁ 1n an officlal language-

As nated earlier, English and French speaking ghlldfen have inltial
difficulties learning to:cope with the complex sound- symbal relationships.
in these writing systems. How much more difficult it must be for a learner

who does not speak the ;Panguage . (seeDovning 1973: 337~ 338) . To the

Native child who has learned to read 4n'an official language, the straight=~

- forward sound-symbol correspondence of syllabics may be a pleasant relief
sim, ly because he, is going from a more complex system of correspondernces.

in ‘the second language to-a less ccmp;ex 5ystem of QOiia%PﬂﬁdEﬂcES din.

the" first language. ; . . . -

WﬁStﬂare _the PDSSlblE éreaE of: tfansfer in th;s type A Situatiaﬁ
whan the second 1aﬁguageggf litefacy, that is the Native langusge, is
taught in the .roman alphabet “and-not_dn the Syllablc script?’ First, _
the child will hot have to léarn a new SEEt ﬁfﬁgzaghemés,-'Iﬁ fact, fewer
graphemes are needed for Cree than for either Ernglish gf‘French However,

the sound cerrespcndenaes for the graphemes will be difféféﬁt- Thig tg——r_

not ‘only true because .the folclal laﬁguages have a manystﬂhane sound-
symbol correspondence, while the Native language roman orthographies
tend-to have a one-to-one sound-symbol correspondence, ‘but also because
graphemes such as t stand for different phonetic gualities in each '
language. However, these phonetic.'values share many features in common.
and this may serve as a useful wremonic dEV1CE for prompting the
sound value of -a graphéme. It is of course pGESlblE that students may-

-initially tend to substitute the previously taught. Engllshlfreﬂgh phonetic
value of-a graphgme for the Cree phonetic value, but this is not likely:
‘to be a significant factor as the students. 1in thi§ situation are Native -
1anguage dominant and.hence more 1ike1y to. rely on the phonology. of™
their dominant language. - A second area of possible’ transfer is in the
use of dlacrizig marks. Recall that Cree utilizes diacritics. to-indicate -
the phaﬂemic distinction of vowel length. Those students who first-learn
to read English before the Native'language will be fagad with diacritics:
‘for the first, time while .those students who read 4in French before the
Nagive language 'will.be more familiar with the use of diacritics as

' part “of an crthﬂgfaphic system. Onbalance, it ‘would appear to.us that

£

becausé thé units of the .respective orthographies are genarally Equlvalent;=

the use of a roman orthography  for the Native language may prove to he a
smoother transition following literacy. tfalﬂing in "an afficial language
than the use sf a syl;abic ofthagraphy , . “ T

- s A =

f‘The’IgpefBVSiEQ§ti6n-' ! . £

T

Cell.B in Figure 3 represents those schools where the ‘Native cﬁiléfén '

spaak only or predominantly -an @Eficiallanguagg and learn their Native

language as asecond language.’ ' The 'main :language of the 'gchool is Euglléh:‘

ot French and literacy in this language ig taught first,: yhile literacy in
the the.Native language is taught as.d. component of the sacand language .
program., This type of program 1s faitly common in Native 'schools . located

lin féggééuﬁﬁétn’parﬁ of! Ontario: ~ Since the children are fluent speakers

KT
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/ <. of an official language, wé,zanxa sume that 1earning to -read in their.. .- -

/+ . - first language is ugéxcepﬁigﬁa“iﬁ . -
Lo . Literacy in the Native language is-generally. introduced after a. , :

o _ year or two of oral instruction in the Native language. The factors -

S "~ involved in transfer of re.ding skills in this situation are nearly

A identical to -those Dutlined for tha type A situation above. It shﬂuld
"be notad however, that the tegulaf sound to symbcl corraspéndence of the
Natlve lapguage nrthagraphy, whether syllabic .or roman script, is partlcF'
ularly helpful for second 1angLage learners who may tend’ to rely more.
-heav11y on phanetic cues in. readlng than do readers who are more fully
proficient in the language. This would be even mcre the case because
the early Natlve language training of the" children is orally based.

. Learning to read may . serve to r51nfarca the otral Iangugage 195fn1ng

fo ‘gwhlch is Gccutrlng (Warburtnn and Scuthgaté, 1969) .. "

- -

The Type C Sltuatl

i

© At pres © Cell C situations da nDt exist in Dntarla although ;

" gradual’ trans tion programs from the Natlve ¢hild's flISE language, ‘the

T ‘Zwﬁﬂatlvexiangf ge, Lo an offieial language have been advocated by a’ ‘number

1 ﬂ—&ﬂ“E?b“gaﬁizatluﬁs CQntariaJM1n1$try afiEiucataan,«swwvnwﬂﬂ
al 1 dlan Brotherhood, 1972).  .The principle behind such a

.

Vprog am 1is . the pragré551on from. he known to the unknown, that is; - thefe . N

is a' gfadual transition in the language of instruction from the - student 5 - :

flrst language to an, off;glal language. in the area of literacy ﬁraLning P
this pflﬂClple has bééﬁ w1dély ac:epted (UNESSQ 1953 Gray 1956 Dawnlng f/ ‘
- 1973). . ; . 7 . - ’*fﬁ

Sy

. 1f a‘chiia:firstgiearns to read in syllablcs, what wlli be the
.- consequences -for readifig. transfer ‘when- he is introduced to readiﬂg in an /-
official language in grade 2 or 3? First of all, the. chlld will. be faced
with leéarning a new and -quite different set of gtaphemes " A potential /
e difficulty aFises in recdgnizing the difference between sydlabic. unlts/
. - and single segmental units. This task is ‘confounded. ifi English and Etenzh
) " " by the lack of correspondence between the letter names and- their phonetig
equivalents-which is not the case in the 'syllabic system. Furthermore .
the 'child 1in ]Larn;ng syllabics is likely to- facus on orientation as a
.- Cclue to recognlzlng the ph@netlc value of a character.’ Hawever, Dtlentatla?
* is'of little help: in recognizing Jletters in the reman script. ?he addittonal
camplexlty of the roman characters compared to the syllablc chatscters may -
. serve to reduce the dlff;;ulty in adjusting to the fecagnltiaﬂ of roman
. characters. Ev;deﬂce was previously presented, which lndlcated that increased
;Eharaater complexity-simplified the task. of recognition: chever, fuftth '
elaboratlgﬁs,iguch as the use of punctuatlen and upper and -lowaer :asa
‘letters, may remain prablématlc in 1earn1ng the roman system
= - If the child Elrst 'learns- to. resd ;hé Nat;ve language using the
roman script, some of ‘the difficulties mentlcned above will likely be
reduced. However some difficulty may arise through the confusion of
the phonétic value of” lYetters in their . Native langusge orthography with
;thase of the Engllsh/French thhagraphy This 15 ;nore llkely to be a

21
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'ptoblem :than’ in the Case A Situation, sinza the tramsiﬁiaﬂ is fram first

“to- seccnd 1aﬂguage.

*

Transfer of readlng h%s .been’ repeatedly used as a rationale far

' the choice of roman orthographies over syllablc ones (cf. Ellis, 1971;

" Todd, 1971). . On an even broadér scale, promoting reading transfer has -

" been. one of. the most :Dmpelling assertions made by the prapaneﬁts Qf

- the few instances.where,data has been presented to. support transitignal

transitional bilingualism programs-the world over (UNESCO, 1953).

. programs, the evidence has been from the. transfer of’ reading skills.

It has been axiomatic in bilingual education that léarning can be m@st
EfféctivelfxsECDmplighad when the instruction in the early years of

_Edusatiég is in the mother tangue of the child o -, ‘%

Data in suppart cf this claim is available ffam studles sich as’

;ENanzy Modiano's (1973) work 'in the~Chiapas region of Mexico where Izeltal

speaking Ehlldreﬂ attend either schools conducted only in Spanish, oy
schools ‘with utilize a transitignal pragram frgm Tzeltal int .Spanisl
After five years, the children in g7

read Spanish betfet. than-the

“ven in the all. Spaﬁish schbal This is-

;,particularlysrema Kable as the transitional students had been reading
Spanish for only two years, whlle the all Spanhish program children had-

utran51tlaﬁa1 p

e

.. .or bettet than, students in the regular. English’snhcgl not anly in. reading - .
“y and writing French, buE surprlsingly in readlng Engllsh as wall Lot

.been reading Spanish for five’ yeaES, three years .longer., --Similar findings
have been fepafted elsewhere (see Fﬂgle, 1975: Bratt- Paulston, 1975)

u

i Hﬂﬂévéf one of tha dlff;culties with such.an 331omatic appfgaah tor
ograms is the ready avallabllity of clear counter-examples,’
The most striking counter Example comes from the French language immersion

programé for English speaking’children. Lambert. and ‘Tucker  (1972), describe R
“such a program where all -education is initially carried out in French. '
“-REading in Prench is taught first beginning.in the second-year (age. 6).

Aftgr the -third year of immersion, English laﬁguagerstudy is 1nﬁrnducéd .
By ﬁhé end . of the fifth year the French Iimmersion. students’ are equal to, g .

*'\,

Gonsider as well the ev1dence of the Rizal Experiment in the
Philippines (Ramos, Anguilarand Slbayan, 1967) where students were in, _
a transition program from Tagaldg to Emglish. ' In this :ase,_howevér, o R
it was found that reading ability in .English was closely related to the ' : i

-number of years of English instruction. TIn other: ‘words the transition. i ; :f " “.g
_students did not show p931tive Eransfar cf\xeadiug sk1lls~frcm=Tagalag s :

\ _ta English . - - _— - ) _ | :7%2;;;%,,

* this diszqssiongl Recall that they repgrtad that Eﬁgllsh speaking thldren

e These data are Well known and ‘have been" cammented an in the pédae

o . ; . —

gogical literature (Eﬁgle 1975; Bratt-Paulston, 1974, 1975; Bowen, 1977).
A variety of social, historical and pedagﬂgical faqtcrs “have heen proposed
to account fﬁr the disgrépant data - . . e , .

The EGﬁEluSanS of Scuthgate and Warburton (1969) fegarding the ,
initial teaching alphabet previously referfed to.are also relevant to .:.



. . 3 .
who lnitially leazned to read in'i.t.a. shnwed a marked enhancement -
-of reading ability- csmpatad to students who' beglﬂ reading in Standard”
.English. thhagfaph (S.E.0.) However, this initial advantage was nat N
transferred to reading in 5.E.0. In fact thase students who began
X ) reading, in i.t.a. end up feading S$.E.0. anly about as well as children
\\\ . ' who were reading S.E.0. throughout their schooling. - This lack of
pa§1tlve transfer.was cbserved across social®classes. Moreover, it
is not possible to claim that. language fluency had any constraining ..
effect on reading itransfer as most of the students in the study were,
, native. speakets of hnglish . oy
v . ‘
. We. wauld like to suggast a EDlutan tc these abcve data by
-+ considering ‘the level of orthographic represen;atian involved.
Previously we mentlcned that English and Frengﬁ afthcgraphles have
 been frequently referred to- as marphnphgnemic in nature), while both -
the syllabic and roman arthagfaphles for Cree are basically pthEmlu_

= —alléws‘For the demonstration of ‘a principle which seems to account far
: thESEapIrbiémath data. The Egllgw1ng tabla summarlzes these data:

Figure 4 . -
— ~1st literacy .~ _2nd ,;litélgai:,y . _tramsfei_
CNa T;elﬁal- " Tzeltal 2 - .spapish - - yes
N\ o *(phgnemic) o . (ph@né@ié)’ ' N
‘English - French v Engilsh -t LYESV’. =
: * (mafﬁhaphnnemlc) (mDrpththemic) o
Tagalog . Tagalcg‘ B ' ;Q Engllsh E | o no - »';é .
", (phonemic) _ _ (murphaphan&miél . .
" . English o dlt.al S0 w0 CEmglish o mo
S . - % {phonemic)s (mo rphophonemic) no

S R . B i . - -

Nﬁtice that where the 1evel Df Grthagraphic repreaentatian of both.
languages is essentially the same; transfer’ “takes place but where,
the level of representation of the two orthographic systems is. T
5 dlffgrent, no positive transfer is reported. -Although this gEﬂEra -
- _ alization is simply’consistent with the data and further investigatian
.. 1is required to more adequately suppart the claim, such an aﬁalysls .
does suggest that the character of arthggraphles is 2 factor-to be
- considered in- plaﬁnlﬁg bllingual education prcgrams.‘f -
) CDESlder what this implies for the. teachlng of literacy in a-
%‘%ﬁ%gzlllngual situatlan ‘involving Cree Both*the Cree-orthographies
, aferred- to are of the phonemic type while English and French are’ -/
- . muggﬁﬁphgnemic, Therefore it could be- hypothesized that; 5pantaneeus
: transfer of. féadlﬁg skills from Cree to an official language cannot be
. 'expeated. Hawevét%th$g daes*ngt mean .that bilingual pragrams involving
" - the .Cree language are not patentia;ly extremely beneficial. “Rather,
it means that a- high degrae af readiﬁg transfer gannot’ be S

K3 H

o . oo “ﬁ.ﬂ"‘?\'.-

This distinction between morphophonemic and phonemic orthographies -




129 . ¢

=
“Tfnecassarily aﬂtlclpated and that the curriﬂulum in such pfagfams
., must compensate by concentrating on .developing the awareness of the
* - students of the difference in the orthographic conventions. How
'impartant this factor may be in relation to the other perceptual
factors mentdioned ‘previously, remains to ha ascéftainad tthugh
furthFr research. : L L

S . . - P .

‘a; The Type D Situation

There is, anly one school at present in Dntaric cf‘the Gell
- type. At West Bay on Hanitmullﬁ Island the children are English
" monolinguals or Engllsh dominant. One school program however is )
. conducted primarily in Ojibwa, a language clasely related 'to Cree, SN
Ojibwa is usedas the language of instruction in the nursery.and ' ’ -
- kindergarten years, and Ojibwa literacy in the roman script is - |
introduced ln grade one. Literacy in-English is lntroduged in grade ~
. two. o . -
The areas Df “concerti’ w1ch regard to ‘the" transfer of reading skﬂlls
in this” Sl'ﬂafi@ Are much the sarie” as. those.discussed in’ “the type C ‘
~situationi, One major difference is that in the “Cell € situation the
‘students speak theé:Native language as a first language which, théy
~ learn to read 'at school. -In:this. Cell D situation Ehe children are
1earn1ng to read in their sezcnd language: Thus, as noted in the
discussion of' the type B situation, it is prcbably easier for the \
saaond lapguage learner to- .learn to read in an thhography that is.
~ closely tied to" the sounds of the 1anguage. Both. the roman ana syllablc L
, -scripts afe satlsfactary ‘on this gtaund L ' . ce

— Canclu51éns on Ttansfar
L ]

. This ottline. has merely skétched some areas which shculd be
rezagnizad as possibly influencing the transfer, of reading skills from ..
one language to another. The . precise amount of difficulty -or, benefit
to be derived from any one of'the areas remains to be explored. What '
is dmportant hawavet, is' that planners and particularly teachers be ~ = ., i
aware of the .possible effects.of reading in a first -or second 1anguage e
and of orthagfsphy switch for the beginning reader.’ This: awareness in . -
- turn may lead to tbe develcpment of" programs and instructional techniques

» which’ capitalize on. the positive aspects of reading transfer aﬁd compensate.
-for the nggative ‘aspeets. The most important genetallzatian to be hade -
here is that,- if the students are going from one Drthagraphy to a different
. type of orthégraphy (i.e., from either official language to’ syllabiﬁs or
Jfrom sy12§bics to.an official language) ‘they will have the task of 1earﬁ1ng
nevw material and concepts.” On the other hand, if" the students are going’
from a Native roman orthography to aﬁ official language or. _from an afficial
language to a ‘Native, roman thhﬂgraphy, the task of learning new material
.and concepts may be 1255 -but thE tisk of confusion of the. two systems w111
be. much greateri S ; . o

G
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- e e This study has bEEﬂ gbncerned wlth two main issues:. first, the f
passlble effect of Natlue languaga orthography choice -on the'teachlng"
of reading, and. second, ‘the possible influence of the arganlsatlon of
a.bilingual program on the teaching of reading. We recognize® that a. .
. number’ of other very influential variables in the choice of an orthgs .
graphy for Native use have not been discussed. For example, it is .
' recognized that each Native language occurs: in a substantial number
of readily distinguishable dlalects. If it is decided that the ortho-
~ graphy, should be: closely tled to the phonétic identity of surface ,
elements of the spoken language, then either each dialect will have to
use its own version of the orthography, or one dialect will have to be
-chosen as basic and the speakers of.the other dlalegts will have to learn *
to carrect for' the discrepancies between the dialect of the orthography
and their own dialect (sea Downinyz. 1973: 181-216).. 1f, on the other hand,
it is decided to use an thhagrsphy that is bdsed on a mgre abstract level
) - of phonology, it is possible that the writing system would. satisfactorily
- " represent most dialects, which would thus be mutually 1ntelliglble in
o . ~written, even if not 'in afal form. S :

. o The chgice of a partlcular arthagraphy must ﬁECESSaflly be bssed ,
¢ . on a caﬁ51deratlnn of+a number of. social as well as linguistic’ factﬂrs.
It is not our intentien to propose the social: priarltles that. %hould be
followed in choosing.an orthography. But we would peint out that three s
possibly conflicting sets of needs might influence the effectiveness of
any orthégraphy -in the overall social caﬁtext' 1) the needs of the
‘y@ungwchlld ‘learning to “read to have the language represented in -a way
. __mfthat is cnnceptually tledr to him, 2) the needs of the more mature user
S -+ of a writing system to.be able to cammunicate eagily with others who ares
- "+ also literate in the language, and 3) the needs of- the SEchd language
’ “learner to have the language written so that he can“ feadlly 1ﬁterpret
the writing: system in a -meaningful way. .Each of these points ‘out .that .
an orthography is merely a device for feprespntlng language and as such: i
it must be useful. Therefore, in ‘choosing an orthography, one must . "
. congider the .current use of Native 1anguage Qrchagraphies in Dntarlo and : -
-also caﬁslder wha; uses are antlclpated in Ehe future. ’ -
©° An adéquate accaunt of cutrent 11teracy practlce amﬂngst Natlve %. " .
'language literates’'is not avallsbIE.* However,- it "is-cléar that a con-, ’
. siderable. number of Native adults are literate in their own language.
s In the case of literate$ in an AlgDnQULan 1anguage they may be using - .
either a syllabic system or some variation of a roman orthography. The R
obvious.areas of use are reading and writing for personal communication, ‘

and reading as .a part of religious observance.. In addition ‘there are "also - =
. some magazines, newspapers and occasionally government doéuments which are
written in' a Native language. We have already referred to the use of .

. Native lltafacy in education. Nonetheless thé availability of wrltten
material in the Native languages, and the functional utility of literacy
in thesé languages ' is at present considerably more 1imited- than is the
‘case’ far the official languages. The development of skilled ‘mature . -,
readers requires extensive pfactleé on-a wide array of materials and . S

- in the SESEnce of such material perhaps the needs of the mature reader

5 w;th rESpEEE tg cfthagraphy ChﬂiCé are the, 1east urgent to ccn51der.

Aruitoxt provided by Eic: =

o
.
=
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Rathar it wauld seem teasanable that the concern far Natlve language
orthography and lkteracy be focused instead .on the- heeds of the aarly »

" and intermediate reader. Mnreaver given that -the use of Native language
l;teracy in Native laﬁguage teaching is becoming more- w1despread, the
needs of the second language learnetr should also be a ‘concérn for .the
_educator.’ For.both beginning reading and second language learning
there is considerable evidence ‘that a phanem1¢ type of writing system
is an initlal advaﬁtage. ,, .

In this paper we have attemptei ‘to, uutllne some of the Esyche=

llnguistic factors involved in reading which may be’ significant for the,

development of bllingual literacy by Natlve students. The particular
~ importance of many individual factors remains to be assessed through

research both in and out of the classtoom setting. What is clear however

is
. to

that there are a host of factors which need to be Qcﬁgidered in order
assure that the develapment of reading skills in a bilingual program . .-

is mot impeded by instructional programs ‘'which -do not carefully ¢onsider
.the needs of the learner. There is every reasgﬁ to believe that literacy -
in Cree and.other Native languages can add a valuable new dlmensian to

>_§L_5SEE disgussian @f sueh-lssuesxin Burnaby (l979)i o

5.

'by a Cherokee, Sequoia. However, this system'is unrelated to.

" Nativé chaallﬁg when these precautlans are heeded

FOOTNOTES ~

£ .
- o ) . B : = . s

Anathef well~- kngwn syllabic system was dEVElﬂped far Gherakee

the Evans system. A degcriptlan of Sequala syllabary is
cantained in Walker (1959} C . o _ .

El

Charlés Flerdf 'Style Manual for Syllabics" Appendlx B in

T E

Department of Indian and Northern Affairs, Instructor's : ' ——

“Manual to ‘Accompany Basic, Course in Syllablz Typing_‘ 0livetti
Keyboatd 1112 0T l115 (Dttawa Depatcment of" Indian and Northern

Affairs,’ 1976) p.39.. I .

Tahn Nichals (persanal sammunlcatlan) of Lakehead Universlty

states that oriemtation on individual characters is the greatest
.difficulty for his Native adult 5tudents who dre learning syllahi:si? —

, It is worth noting that Rozin and Gle1tmaﬁ (1977) have. argued that:

~ 'the characteristics of. an orthography are crucial factors in the , - e
" . development af redding skills even in tha first 1aﬁgugge : - ;

I =
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